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ASTRACT
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LICENSURE PROGRAM AT THE UNIVERSITY OF DAYTON

Name: Gina Lynn Dysard
University of Dayton, 2002
Advisor: James Rowley, Ph.D.

This thesis is an exploratory pre-experimental design (Campbell & Stanley,
1963) study aimed at collecting baseline data to inform decision making and to

provide a context for future research in the on-line Principal Licensure Program in

the Department of Educational Leadership at the University of Dayton. The purpose
of this study was to explore the attitudes of 46 graduate students who had

completed one or more on-line class in the Principal Licensure Program.
Specifically, the following three questions were addressed: 1) To what extent is
the Principal On-line Learning Inventory (POLI) a reliable measure of student
attitudes toward an on-line learning experience? 2) What were the attitudes of the

participants toward the quality of the on-line experience?, and 3) Was their a

correlation between identified demographic variables and students’ attitudes as
measured by the POLI? In this study, the researcher tested the instrument’s internal
consistency. Further, the 46 participants completed the POLI and the researcher

conducted an artifact analysis of student records to determine the participants’

attitudes towards the on-line Program. The results of this study indicate that the
Principal On-line Learning Inventory, developed by James Rowley, Ph.D. is a
reliable means of instrumentation and the on-line Principal Licensure Program is of

value to students and to the University of Dayton.
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CHAPTER I

INTRODUCTION OF STUDY

There is a definite trend in higher education toward using diverse
technologies to deliver graduate and undergraduate courses at a distance. In the

last five years, colleges and universities across the United States have been
particularly active in developing and delivering on-line classes that use the Internet

to facilitate teaching and learning. In fact, in October 2001, U.S. News & World

Report published a report of 130 on-line graduate programs in education and other
disciplines offered at colleges and universities across the United States. In education

alone, forty-three accredited colleges and universities offered “on-line" graduate

programs.

This new type of learning environment is unique in that it does not

require professors and students to meet in the same place, or at the same time. For

some learners, this type of flexibility, especially with regard to time, is especially
attractive. For example, many busy professionals from a variety of fields are

discovering that they can pursue a graduate degree or continuing education credits
without stepping onto a college campus.

On many college campuses, traditional, face-to-face environments are being

enhanced, and in some cases replaced by virtual learning environments.
Significantly, such changes are not limited to small or less prestigious institutions of

higher learning.

In reality, many large as well as prestigious universities are

participating in this movement.

Specifically, Duke University School of Nursing,

University of California Berkley, Harvard Business School and University of Chicago
are

experimenting

with

virtual

classrooms
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(U.S.

News

&

World

Report,
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Oct. 2001; 60 Minutes, 2001). Other colleges such as, Ohio University, Colorado
State University, and Seton Hall University offer entire masters’ degrees in education
via the Internet (U.S. News & World Report, October 2001/

In the United States, student enrollment in distance courses offered at the

post secondary level doubled between the 1994-95 academic year and the 1997-98
academic year (Levin, 1999). In the state of Ohio, there appears to be a particularly
strong surge in the direction of learning at a distance. According to the Ohio
Learning Network (2001), Ohio has nine institutions that reported offering on-line

degrees and thirty-six institutions offered courses from a distance.

As a result of the rapid growth of distance education, it is especially important
that participating institutions conduct research and the evaluation necessary to

ensure that students are receiving a quality educational experience. One might
suspect that such research is being conducted on a regular basis. In actuality, few
research studies have been carried out to ascertain the quality and efficiency of

distance learning. And, most of the research that has been done tends to focus on
individual classes rather than academic programs or degrees. Will students who
graduate with degrees or professional licenses via the Intertnet receive the same

quality of education as their traditional counterparts? This is a fundamentally
important question requiring systematic analysis overtime.

This study examined the early efforts of one Ohio University to implement a

series on on-line graduate courses. The University of Dayton (UD) is a private
institution of higher education founded and managed by the Marianists, a Roman

Catholic religious order. UD welcomes persons of all faiths and backgrounds to
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membership in the student body or faculty. As a Catholic, Marianist institution, UD
strives to support the demanding and changing needs of the community in which it is
located. In the spirit of this tradition, UD’s School of Education and Allied

Professions (SOEAP) recognized the significance of a problem confronting many
school districts in the Greater Dayton area as well as across the state of Ohio. The
identified problem was the looming shortage of school administrators, especially
building principals. In response to this problem, the SOEAP sought to create a new

program of professional development that could facilitate the preparation of school
principals without compromising the intellectual integrity of the institution. The
solution was to design, develop and deliver a series of five on-line courses that

would lead to the completion of the requirements for earning a principal’s license in

the state of Ohio.
Background and Purpose of the Study
According to statistics available from the University of Dayton’s Office of the

Registrar in January, 2001, UD’s academic community consisted of 7,168
undergraduate and 2,948 graduate students. Students entering UD are enrolled into

the College of Arts and Sciences or one of the four professional schools: the School
of Business Administration, the School of Education and Allied Professions, the

School of Engineering, or the School of Law. In February 2001, of the 2,948

graduate students enrolled in one of the four professional schools, 1,829 students
were enrolled in the School of Education and Allied Professions.
The School of Education and Allied Professions (SOEAP), is made up of four

departments: Counselor Education, Educational Leadership, Health and Sports
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Science, and Teacher Education.

One of the four departments, Educational

Leadership, embraced the idea of distance learning.
Beginning with the summer term of 2000, graduate students in the
Department of Educational Leadership interested in obtaining their Ohio principal’s

license were provided the option of taking one or more classes on-line. A retired
teacher and former school superintendent, currently a professor in the Department

of Educational Leadership, saw the need to create a program that would empathize
with the busy lives of its graduate students.

These two developers of the Principal Licensure Program at the University of
Dayton were pioneers of on-line learning in the Educational Leadership Program.

Both of the developers had experience in the K-12 setting, and knew first hand how

difficult it was to work during the day and take classes at night. Most of the graduate
students at the University of Dayton attend class part time in the evening, while

working during the day and tending to their families. From the developers’ viewpoint,
an on-line Principal Licensure Program would not only be convenient for those who

traveled long distances to take night classes, but it would meet the needs of many
graduate students at the University. From their standpoint, a virtual community

seemed like the ideal solution.

The Department of Educational Leadership began its on-line Principal

Licensure Program in May of 2000 with the option for graduate students to obtain
their principal licensure via the Internet or in the classroom (see Appendix A).

Creating the first on-line program in the Department of Educational Leadership, the
retired school teacher and former superintendent wanted to ensure the on-line
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Principal Licensure Program was not only meeting the needs of the graduate

students, but it was worth the time, energy and money. In order to continue the on
line experience, research needed to be performed.

The purpose of this study was to explore the attitudes of graduate students
who had completed one or more of the on-line courses in the Principal Licensure
Program. Specifically, the researcher sought to determine the range of attitudes of

the subjects with regard to a series of question regarding eight variables related to
instructional quality, including: academic rigor, learning style fit, degree of

participation,

rapport with

instructor,

relationship with classmates,

practical

applications, appropriateness of delivery, and flexibility of time factor. In addition, the
researcher was also interested in exploring the extent to which various demographic

variables might be related to the attitudes of the students regarding the on-line
learning experience.
Definition of Terms
The following terms were used in this study:

Asynchronous Learning: A delivery system in distance education where students
decide their own instructional time frame. In an asynchronous model, students do
not need to be together at the same time or place for instruction (Distance Learning
Resource Network (DLRN), 1995).

Distance Education:

A type of learning environment where the student and the

instructor are not physically in the same room. The instructor and the student are
connected by educational media and in the case of this study, the Internet (DLRN,
1995).
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Distance Learning: The United States Distance Learning Association (USDLA, 2002)

defines distance learning as, “the acquisition of knowledge and skills through
mediated information and instruction." In other words, distance learning takes place
in a type of learning environment that does not require students to meet in a physical

classroom with an instructor.
Synchronous Learning: A delivery system in distance education where instruction

occurs in real time. In other words, in a synchronous model, the participants and
instructor are interacting in “real time”, gaining immediate feedback (DLRN, 1995).

Virtual Communities: Groups of students, participating in an on-line class, that form
relationships and exchange knowledge without meeting face-to-face. In Rheingold’s

(1993) words, "virtual communities are social aggregations that emerge from the Net
when enough people carry on those public discussions long enough, with sufficient

human feeling, to form webs of personal relationships in cyberspace" (p. 5).
Principal Licensure Program: A series of five courses developed by the Department
of Educational Leadership at the University of Dayton to meet Ohio’s Licensure

Standards for becoming a PK-12 principal.
Attitude: As Kerlinger (1986) aptly states, an attitude can be best defined as “...an

organized predisposition to think, feel, perceive, and behave toward a referent or
cognitive object” (p. 453).

The Principal Online Learning Inventory (POLI): (see Appendix B) A 16 item, Likert-

scale survey used to measure the attitudes of graduate students taking part in the
on-line Principal Licensure Program. The instrument was based on eight construct
variables: academic rigor, learning style fit, degree of participation, rapport with
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instructor, relationship with classmates, practical application, appropriateness of
delivery, and flexibility of time factor.

Limitations

This study had limitations that must be taken into account. First of all, the
instructor who taught all of the courses the winter 2001 term was new to on-line

teaching and was developing the on-line facilitating skills while teaching. If an

experienced on-line facilitator had taught the on-line Principal Licensure Courses in

this study, the students might have had a different experience.
Additionally, when students are interested in obtaining their principal license
at UD they have the option of completing the entire program on campus in a face-to-

face environment or on-line. Some might enroll in the face-to-face environment
because they are uncomfortable with technology. Consequently, the on-line Principal

Licensure Program might draw students who are more comfortable with technology.
The researcher did not have any control over who enrolled in the on-line Principal
Licensure Program and did not have the opportunity to evaluate the students’

technological proficiency prior to the study. Students who are more comfortable with
technology might have different responses on the POLI than students with little or no

technology experiences.
A final limitation of this study was the traditional students were not involved
during the time the data was acquired. The purpose of this study was to explore

attitudes of graduate students in this newly developed program. Therefore, the faceto-face group was not involved. This limited the different comparisons that could

have been drawn between the two groups. In the future, it would be important to
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have additional research that would include a comparison between the on-line
experience and traditional classroom participation.
Assumptions

It is important to note that for this study it is assumed that all of the
graduate students who enrolled in the on-line experience fully engaged in becoming
an on-line student. In other words, students who volunteered for this type of

experience were motivated learners that were comfortable with technology. Thus,
they put forth their best effort to succeed in the virtual community. Concurrently, it

was presumed that the graduate students participating in the research study were
honest when rendering their opinions on the POLI.

Significance of the Study
There is not an established history of documentation of the effectiveness in the

research on distance education programs at the graduate level. The Principal
Licensure Program at the University of Dayton, in particular, needed research to

support its legitimacy in the Department of Educational Leadership. The On-line

Program was developed, in May of 2000, at an expense to the Department of
Educational Leadership. Furthermore, each course took a great deal of time and

effort to create. As a result, the administration was interested in finding out if the

results justified the expenditure. The researcher acquired data to help decision
makers and leaders make more informed decisions about this particular on-line

learning experience in the Educational Leadership Program.

Additionally, with the emergence of on-line courses and programs across the

United States, reliable instrumentation is necessary for performing research. Having
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evaluated the reliability of the POLI, the researcher in this study provided other

colleges and universities that are beginning a distance learning program or courses

with a dependable instrument to measure student attitudes about their on-line
experience. Finally, this study laid the groundwork for further research to be
performed at the University of Dayton in the Educational Leadership Program
regarding the On-line Principal Licensure Program.
Summary

This chapter introduced the background, provided a clear purpose for the

research and stated assumptions and limitations. In addition, terms surrounding this
study were defined. Furthermore, the significance of the study was stated. In
Chapter Two, the major issues surrounding distance education will be explored in a

review of the literature.

CHAPTER II
REVIEW OF THE RELATED LITERATURE

In this chapter, the researcher will review the literature on distance education.
The divisions of this chapter focus on the major topics surrounding on-line learning:

defining the field, trends, traditional learning verses on-line education, students’

attitudes in regards to distance learning and the future implications of learning on
line.
Distance Education: Defining the Field
Distance education, a term that is simplistic on the surface, has many subtle

dimensions. Over the years, many have formulated meaningful definitions of the
term for their own purposes. However, all of the definitions have one common
element: the student is learning apart from the instructor (American Federation of

Teachers [AFT], 2000; Distance Education Clearinghouse, 2001; Eastmond, 1995;

Education Week, 2001; North Central Association Commission on Institutions of

Higher Education [NCA-CIHE], 1997; Rumble, 1986; Steiner, 1995). For the purpose

of this study, the researcher will follow the definition that is used when distance
education is reviewed for accreditation. As NCA-CIHE (1997 ]] 2) aptly phrased it,
“Distance education is defined, for the purposes of accreditation review, as a formal

educational process in which the majority of the instruction occurs when student and
instructor are not in the same place. Instruction may be synchronous or

asynchronous. Distance education may employ correspondence study, or audio,
video, or computer technologies."
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Distance education, also referred to as e-learning, web-based instruction, or
on-line learning, can be broken down into two different types of delivery systems:
synchronous and asynchronous. In an asynchronous delivery mode, students can

learn anytime and from any place by means of the Internet, audiocassette or
videotaped courses, correspondence courses, electronic mail, and threaded
discussions. Unlike a synchronous delivery system, students do not have to be
together at the same time for the learning experience to occur. Synchronous

systems, such as video conferencing, Interactive TV, and chat rooms, do require

students to be interacting with each other simultaneously (Bourne, McMaster,
Rieger, & Campbell, 1997; Steiner, 2001). As Bourne (1997) found, “The potential

of ALN (Asynchronous Learning Networks) for changing the way education is
delivered and the way people learn is tremendous” flf 3).
Bourne et al. (1997) conducted a semester long study of eighty-three

undergraduate students who participated in a computer course at Vanderbilt

University to ascertain if asynchronous learning was a preferred mode of delivery.
By collecting data through a pre-test and post-test, tracking students time on-line,
and observations of synchronous interactions, their results led them to conclude that

students prefer the asynchronous mode of delivery. Eighty-percent of the students
liked the asynchronous mode of delivery, while twenty percent of the students felt

uncomfortable without traditional lecture. However, Bourne et al. (1997) state that
students, “...when given the option, will not come to class unless there is something

happening in the class that will directly impact their grade” (p. 15).
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Distance education programs can be placed in unique categories based on
the wide spectrum of delivery modules seen across the United States in higher
education. According to Ed Garten (2001), the Dean of Libraries and Information

Services at the University of Dayton in his speech entitled, “Quality E-Learning

Through Examination of ‘Best Practice’, ” distance education programs can be
placed in one of the following categories: (a) complete graduate degrees without

residency, (b) complete graduate degrees with residency, (c) virtual junior and senior
years, (d) system-wide learning networks, (e) extensions and enhancements of

residential environments, and (f) adult credentialing.

Since distance learning can encompass so many different forms of delivery,

categories can simplify distance education. For instance, at Northcentral University,

Jones International University, Capella University and Phoenix University, graduate
students can obtain their entire degrees virtually. In all of these cases, students do
not have to attend traditional lectures or classes at a college or university. However,
there is a difference that makes the schools unique. At Capella University and

Phoenix University residency is required. In other words, at some point the students
will have to attend one or more required sessions that meet face-to-face.

Distance education is not only an option for graduate students in higher
education. Quest College in Atlanta, Georgia and Sinclair Community College in

Dayton, Ohio for example are offering opportunities to undergraduates. At Sinclair
Community College, students can opt to take most of their classes on-line, while at
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schools like the University of Dayton in Dayton, Ohio, distance learning is seen as
an enhancement to the residential program that is in place.

Distance education can also be used to describe places where entire

networks, like North Dakota University Online, offer a variety of courses from one

entity. In these instances, students get to choose from a “virtual cafeteria" of courses
to finish their degree (Garten, 2001). Students do not graduate from a specific

college listed in the network rather they get an overall generic degree.
Distance education is not limited to these areas. It can also include the wide
business market that offers adult credentialing certificates and trainings in specific

areas of interest. As Garten (2001) suggests adults can obtain training in virtually all
fields without ever stepping foot into a higher education classroom. With distance

education, the student and the instructor do not have to meet face-to-face on a daily

basis.
Trends in Distance Education
Trends in higher education are transforming the way courses are delivered.
According to CBS News (2001,

20), “The traditional picture of a college student on

campus between the ages of 18 and 22 only makes up 16 percent of the current
student population.” In fact, The National Center For Educational Statistics [NCES]

estimates that there are 14 to 70 million adult learners participating in higher

education (Levin, Farris, Lewis, & Snow, 1999), while Dubois (as cited in LaneMaher & Asher, 2001) reports that 60 percent of higher education is made up of

adult learners. Many of these adults going back to school have careers, children and
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other responsibilities, unlike the traditional learner fifteen years ago (Lane-Maher &

Ashar, 2001). With the population of higher education changing, universities are
trying to accommodate these different needs.
With the shift in population, distance education is becoming an integral part of
higher education. Technology is changing the way higher education programs are
delivered. Based on the responses of a questionnaire that Brey (1991) sent in 1990

to all two-year institutions in the United States and a randomly selected 750 upper

level institutions, he predicted that, “by 1994 eighty percent of community colleges

and seventy-eight percent of universities would have distance learning programs” (p.

61).
By 1997-1998, the importance of incorporating technology with learning at the
university level was widespread. The U.S Department of Education conducted a
Postsecondary Education Quick Information System survey to 1,487 postsecondary

schools. Their results showed, “one-third of the nation’s 2-year and 4-year
postsecondary education institutions offered distance courses during the 12-month

1997-1998 academic year, and another one-fifth of institutions planned to start

offering such courses within the next three year” (Levin, et al., 1999; iii).
By October 2001, the surge was to develop entire university and college
programs on-line. U.S News and World Report sent out 2,000 surveys across the

United States to find how many on-line graduate programs were being offered. U.S.

News and World Report (2001) colleted data on 130 programs and reported the

institutions’ names, type of program, year the program began, number of students
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enrolled, number of on-campus visits required, degrees offered, hours of technical

support, the maximum number of students in a class, technology support and
requirements, and cost per credit hour. The results of their survey show the growth
of distance education in just the past two years. With implications of growth in

distance education, it is necessary to evaluate distance education courses and

programs.
Current Research: Traditional Learning vs. Distance Education
There is a great deal of research exploring the effectiveness of distance
education: however, most of the research that exists in the 1990s tends to be meta
analysis of existing studies, opinion pieces, and how-to-articles (Merisotis, 1999; The

Institute for Higher Education Policy [TIHEP], 1999) From the studies that are first
hand accounts of distance learning, TIHEP found that “the quality of the original
research is questionable and thereby renders many of the findings inconclusive”
(The Institute for Higher Education Policy [TIHEP], 1999, p. 3). Merisotis (1999)

reviewed forty original works of research. He found there to be little difference
between traditional classroom learning and learning at a distance; however when the

studies were closely examined the conclusions were found to be misleading.
It is common to find studies that compare distance education to learning in a
traditional classroom. Those in favor of distance learning often conclude that there
is no significant difference in learning between a traditional classroom verses a

distance education class (e.g., Duvall & Schwartz, 2000; Lauzon, 1992; Machtmes
&Asher, 2000; Pierre & Olsen, 1991; Thomerson & Smith, 1996). Merisotis (1999)
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suggests that this is one common downfall to the original research. Results tend to
reflect personal ideologies rather than a theoretical base.
TIHEP published a report in 1999 which also found limited original research,

as did Merisotis. TIHEP found that there is no difference between distance education

and traditional classroom learning. The report cites survey results from a NCES

report which indicated that 60 percent of distance education courses were
undergraduate. The NCES report also suggests that very few studies examine the
use of distance learning courses at the graduate level (TIHEP, 1999). With the

rising number of graduate distance education courses and limited original research,
further exploration is needed.
The broad areas of original research include: “student outcomes, such as

grades and test scores; student attitudes about learning through distance education;
and overall student satisfaction toward distance learning” (TIHEP, 1999, p. 2). Most

research extends these areas by comparing traditional and distance learning

courses.
Duvall and Schwartz (2000) conducted a four month study of thirty-three
business graduate students at Mercer University in Organizational Behavior and

Accounting and Financial Management classes to determine whether academic

performance varied between traditional on-campus learning and distance learning

classrooms. Questionnaires were distributed to obtain data on the general
demographics, personal, and professional information about each student. T-tests
were performed to determine the impact of technology on academic performance.
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Duvall and Schwartz (2000) found, “The difference in grades between local and

distance classrooms was attributed to the gender differences...” (p. 184).
Additionally, no significant differences were found between the academic
performance in distance learning and the traditional counterpart (Duvall & Schwartz,

2000).

Another investigation of learning outcomes was conducted by Machtmes and
Asher (2000). They performed a meta-analysis of nineteen studies which compared
traditional instruction to distance education in a pre-produced adult telecourse. Their
findings were consistent with the research of Duval & Schwartz (2000); learning

outcomes are similar in a distance education class and in a traditional classroom. In

the Machtmes and Asher (2000) study, limitations were apparent; with insufficient

data, they were unable to conclude if there was a correlation between the distance

learners’ educational level and their achievement in the course. Even with this
inadequate data, they conclude, “There does not appear to be a difference in

achievement between distance and traditional learners” (p. 33).
According to TIHEP (2000), it is not uncommon to find similar insufficiencies

of original research in distance education. Like the cases of Duval and Schwartz
(2000) and Machtmes and Asher (2000), the major downfall when studying student
outcomes in distance education is that only specific courses are examined and not

overall education programs (TIHEP, 2000). In a traditional program, students’
learning outcomes encompass more than just the cognitive skills obtained (TIHEP,

2000). TIHEP (2000) included “psychosocial changes, such as identity, self
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concept, self-esteem, and relating to others in an external world; advancement of

critical thinking skills; development of attitudes and values; moral development; and
career choice and development” (p. 24). When stating that learning outcomes and

achievement are virtually the same for students in a traditional and a distance
education classroom these factors are rarely examined (Duval & Schwartz, 2000;
Machtmes &Asher, 2000). Once again a research flaw can be noted; the studies do
not adequately examine the differences between distance and traditional educational
programs as a whole.

Student Attitudes Toward Distance Education
Students’ attitudes and satisfaction regarding courses taken on-line is an area
that is necessary to explore. Classes that are created should be developed with the

students’ needs in mind. Pierre and Olson (1991) mailed the Student Perception
Questionnaire to 320 randomly selected students who completed credit courses

through distance learning at Pennsylvania State University during a one-year time

frame. When studying students’ learning outcomes and student attitudes, the results

generally point favorably to distance education (Lauzon, 1992; Pierre & Olsen, 1991;
Thomerson & Smith, 1996). Their findings support that all students in a distance

education class have positive satisfaction and attitudes regarding their experience,

regardless of sex, age, or educational background (Pierre & Olson, 1991).
Pierre and Olson (1991) affirm that, “Interaction between the student and both

the support staff of the institution offering correspondence study and the course
instructor was only minimally predictive of student satisfaction” (p. 68). On the other
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hand, the self-pacing nature of the class, “...the relevance of course content, and the
helpfulness of the study guide and commentary” (pg. 68) proved to be more
influential in perpetuating positive satisfaction in this particular case.

Lauzon (1992) also illustrates that students generally have a positive attitude

towards distance education. A telephone interview, utilizing a seven point Likert

scale, was given to twenty-two students in an on-line course at the New Jersey
Institute of Technology by an independent evaluator. This survey revealed that
students felt, “...this learning experience was much better ...and that they learned
more than they would have in a traditional correspondence course” (Lauzon, 1992,

p. 43).
With implications that students will perceive distance education in a positive

light, generalizations to all distance education programs could occur. As in the
previous research studies on distance education, the study done by Pierre and
Olson (1991) also has oversights that make it difficult to generalize to all distance

education programs. First of all, 62.3% of the students were working towards an
undergraduate degree and only 12.5% were working towards a graduate degree. It

is impossible to generalize that all graduate students who take an on-line course will
necessarily have positive perceptions regarding their experience. Furthermore,
96% of the students taking this survey had experience taking one or more

correspondence courses with little or no professor interactions prior to this study
(Pierre & Olson, 1991). This indicates the students questioned could have had

biases entering into this study, which TIHEP (2000) notes is a problem when
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examining student attitudes and perceptions on distance education. With

implications of flaws in the research, generalizations based on this existing research
seem invalid.

Interactions or lack of interactions between professors and students doesn’t

seem to affect students’ perceptions in some cases, like in Pierre and Olson's (1991)
study; however, some studies suggest that for students to perceive a class in a

positive light student and instructor interactions must be apparent (AFT, 2000;
Bourne, 1997; Chen, 1997; Hilgenberg & Tolone, 2000; North Central Association of

College and Schools Regional Accrediting Commissions [NCA-RAC], 2001; NCACIHE, 1997). NCA-CIHE (1997) specifically offers guidelines for creating quality

distance learning courses and notes that programs should provide opportunities for

student and instructor interactions. Furthermore, NCA-RAC (2001) also lists faculty
and student interactions as one area that is considered a best practice of instructors
of any distance learning course.

Hilgenberg and Tolone (2000) conducted a descriptive study to investigate
students’ perceptions in regards to opportunities for critical thinking in distance
education courses. They suggested that, “...interaction between teachers and

students and among students is necessary for dialogue and contextual learning to
occur” (2000, p. 61) Their participants included 109 graduate students enrolled in

two education classes and two nursing classes at two different Midwestern

universities. The students were divided into groups based on their age, gender,
occupation and distance from the two campuses. Data were obtained through the
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valid and approved Telecourse Evaluation Questionnaire (TWQ) and a twenty-two

Likert scale survey, while the results were analyzed first by comparing the means of
t tests and then broken down further via chi square. In the end, the overall results
illustrated that students satisfaction is linked to the overall design of the course and

interactions that occur (Hilgenberg & Tolone, 2000).

Future Implications of On-line Learning
From these studies, it might be generalized that utilizing a distance education

program would prove to be beneficial to students; however, with the wide spectrum

of models that could be available for use in a single distance education class, it is
difficult to assume that learning outcomes, student attitudes, and student

perceptions would be positive in all instances. It is impossible to make a
generalization between distance and traditional education with insufficient research
data.

In many cases, there is not a significant difference found between distance

and traditional education (e.g., Duvall & Schwartz, 2000; Lauzon, 1992; Machtmes
&Asher, 2000; Pierre &Olsen, 1991; Thomerson & Smith, 1996). However,

surprisingly not all research on the topic is original (Merisotis 1999; TIHEP, 2000)
Furthermore, with the research that currently exists there are shortcomings, such as

making generalizations with insufficient data, examining specific courses rather than
overall education programs, and including students who may have biases entering
the study (TIHEP, 2000).
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With the growth in distance education, the quality of this medium will continue
to be a debate which may have huge implications for higher education (Brey, 1991;

Levin, et al., 1999). Will the way many know education today be changed forever?

Students in some instances today are able to obtain their degree simply by going on
line rather than by attending a typical class session with their peers. For example, at

the University of Phoenix, graduate students can uphold a full time job, take care of
children, and still find time to work towards their master’s degree (60 Minutes, 2001).

With students not attending a typical classroom setting, professors are

questioning whether a distance learning degree can be of the same quality as a
traditional education degree. Some feel distance education is equivalent to a quality

education, while others disagree (60 Minutes, 2000). Robert Burdal, Chancelor at
The University of California at Berkeley, states, “I don’t think chatrooms and virtual

discussions are the functional equivalent of being in a classroom” (60 Minutes,

2000). In the 60 Minutes (2000) episode On-line U, it was apparent that some
professors, although noting the convenience of distance education, strongly feel that

interactions between the student, his or her peers, and the professor cannot be
replaced by technology. This is a debate that is only beginning.
Until further research is performed examining the outcomes of students’
learning based on an entire program, whether it is a traditional program or through

distance education, it is difficult to make a generalization that there is no significant
difference between the two. With the growing trend in virtual degrees and classes, it
is imperative that further research is performed in the area of graduate programs
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that utilize distance education. With various colleges, like the University of Dayton,

University of California at Berkeley, and the University of Phoenix, creating distance

education classes and programs at the graduate level, it is vital to perform more
research to ensure quality education.

Summary
The research surrounding distance learning was reviewed in this chapter. The

first part of this chapter presented definitions of distance education and identified
which explanation will be utilized throughout the study. Further, trends in distance

education and the current research on comparing traditional classrooms with virtual

environment were explored. Finally, the researcher pointed out the factors that
research suggests impacts attitudes towards on-line learning, while stating the future

implications of the field. In the following chapter, the researcher will describe the
methodology employed in this study.

CHAPTER III
METHODOLOGY

The purpose of this research study was to explore the attitudes of graduate

students who had completed one or more of the on-line Principal Licensure Courses at

the University of Dayton in the Department of Educational Leadership. Chapter Three
describes the methodology the researcher employed in conducting this study.

Specifically, this chapter describes the setting, participants, instrument design, and data
collection and analysis strategies.
Setting
The study took place at the University of Dayton, a private Catholic University in
Southwestern Ohio. This residential campus in Dayton, Ohio is one of the nations

largest Catholic institutions of higher education. In fact, students are drawn to this
Marianist community not only from the surrounding states, but from states across the
nation and other foreign countries (The University of Dayton Bulletin, 2001). According

to the Office of the Registrar at the University, in the winter term 2001, this community
was made up of 7,168 undergraduate and 2,948 graduate students enrolled in five
academic divisions. This studies study focused one of the fours departments in the

School of Education and Allied Professions: the Department of Educational Leadership.

At the University of Dayton, the Department of Educational Leadership was one
of the first academic departments to experiment with on-line course delivery.

Beginning in the summer of 2000, graduate students seeking their principal license

could experience distance education at the University of Dayton. The On-line
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Principal Licensure Program described in this study was designed and developed by

two individuals in the School of Education and Allied Professions. Offering professional
licensure via the Internet was a new endeavor not only for the Department of

Educational Leadership but also for the University as a whole.
The goal of the developers of the on-line Principal Licensure Program was not to

stimulate a movement away from face-to-face interactions in the Department of
Educational Leadership. Instead, they sought to create a hybrid-learning environment in

which students would experience Web-based learning enhanced with strategically

planned face-to-face interactions.
Participants

There were a total of 47 students enrolled in the on-line Principal Licensure

Program during the winter 2001 term. Out of the 47 graduate students enrolled, 46

students (98%) participated in this study by completing an end-of-experience
instrument. The group was comprised of 19 males (41%) and 27 females (59%) that

were mostly new to the on-line learning experience. In fact, this was the first on-line
experience for 32 of the graduate students (70%). Of the remaining 14 (14.3%), 12

students (26.1%) had previously another on-line course in the Principal Licensure

Program. Finally, the remaining two students (4%) had taken an on-line course in

association with another University.
In the study, 42 of the participants (91%) were of Caucasian American descent

while one participant (2%) was of Asian and two students (4%) African American
descent. One participant (2%) chose not to answer the question on ethnicity and race.
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Classroom teachers made up almost half of the participants (46%) taking a principal

licensure on-line course, while five assistant principals (11%) and nine head principals
(20%) participated. Twelve of the graduate students (26.1 %) did not fit under the
classroom teacher, assistant or head principal category; thus, they chose “other” as

their professional position.

Many of graduate students in the study were fairly new to their professional

position. Specifically, 30 of the participants (65.2%) had been working in their current
position five years or less with only four out of the 46 students (9%) having been in the

educational field five years or less. Sixteen of the participants (35%) reported being in
education 11 to 15 years, while 13 (28.3%) were in their mid-careers, working in
education six to ten. Seven out of the 46 graduate students (15.2%) had been in their
current position six to ten years, while six participants (13%) were in their 11 to 15th

year. Four students (9%) were veterans in the field, working 21 years or more. In fact,
one participant reported being in the same position for 21 to 25 years.
Further, the demographics illustrated the diversity in the 46 participants’ work

environments. For instance, 19 graduate students (41.3%) worked in a suburban
setting, 14 (30.4%) in a rural school district, while 12 participants (26.1%) were
employed in an urban environment. One participant (2%) chose not to disclose his/her
working environment.

Data self-reported by the participants revealed that 20 students (43.5%) viewed
themselves as being primarily visual learners. Two students (4.3%) perceived
themselves as learning best both visually and with tactile/kinesthetic activities and two
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(4.3%) listed both visual and auditory. Eight students (17.4%) felt that they learned best

through auditory means, while nine (19.6%) reported tactile/kinesthetic stimulation
preferences. Finally, there were three people (6.5%) that were unable to identify their

dominate learning style, while one participant (2.2%) listed all three.
Research Design

This was an exploratory pre-experimental design (Campbell & Stanley, 1963)

aimed at collecting baseline data to inform decision making and to provide a context for
future research. The intervention in this study was participation in one or more on-line

courses in the Principal Licensure Program at the University of Dayton. The primary
measurement employed in the study was a 16-item Likert scale inventory referred to as

the Principal On-line Licensure Inventory (POLI). In addition to analyzing data

generated by the POLI, the researcher conducted an artifact analysis of student records
to determine the participants’ attitudes towards on-line learning. Table 3.1 provides an

overview of the research questions and data collection methodologies employed.
Instrumentation
The data collection instrument used in this study was developed by the Institute

for Technology-Enhanced Learning (ITEL) and was specifically designed to explore

students’ attitudes regarding on-line learning in light of eight instructional quality
variables: academic rigor, learning style fit, degree of participation, rapport with

instructor, relationship with classmates, practical applications, appropriateness of

delivery, and the flexibility of time factor.
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Table 3.1
Summary of Research Questions

Data Analysis

Research Questions
1. Was the POLI a reliable measure

1a. The researcher performed

of student attitudes toward an on-line learning

a Cronbach Coefficient Alpha

experience?

test to determine the instrument’s

internal consistency.
2. What were the attitudes of the participants

2a. The researcher calculated

toward the quality of the on-line

mean total scores on the

learning experience?

POLI as a measure of student
satisfaction.
2b. The researcher analyzed

student records to determine their
commitment to participating in

additional on-line classes.
3. Was there a correlation between identified

3a. The researcher conducted

demographic variables (gender, years in education,

an Analysis of Variance

position, age, type of learner, on-line experiences,
location of school, on-line experiences outside of
UD) and students’ attitudes as measured by the POLI?

(ANOVA).

29

To ensure the construct validity of the Principal On-line Licensure Inventory
(POLI), two procedures were employed. First, the eight variables were grounded in
the research and literature on distance learning as well as effective instruction (see
Table 3.2). Secondly, the instrument was submitted for expert review. The POLI was

developed by James Rowley PhD, a professor in the Department of Teacher

Education at the University of Dayton. Rowley, in his role as Executive Director of
the Institute for Technology-Enhanced Learning, has supported faculty in the design
and development of on-line courses. Rowley created the POLI with his knowledge of

the current research and experiences leading on-line course development.
The POLI (see Appendix B) included a section on demographics that identified

the participants: gender, age, ethnic background, learning style, previous on-line

experiences, current profession, years worked in their current position, years in

education, and geographic location of school. Further, the survey included a 16 item
Likert-scale inventory with responses ranging from 1 (strongly disagree) to 5 (strongly
agree). These questions measured the students’ attitudes on distance learning based
on the eight instructional quality variables identified in Table 3.2.

Data collection
In April of 2001, at the end of the winter semester, the graduate students
participating in the on-line Principal Licensure Program met face-to-face at the

University of Dayton to attend their final class meeting. During this class session, 46
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Table 3.2
The Eight Instructional Variables Reflected in the POLI

Instructional Variable

Description

Academic rigor

The way students perceive the academic

challenge of a on-line learning experience
(Wilkes & Burnham, 1991).

Learning style fit

The way students perceive how well an on-line

experience meets their individual learning style
needs (Egan, Sebastian, & Welsch, 1991;

Perez & Foshay, 2002).

Degree of participation

The way students perceive the extent to which

their personal participation impacts the on-line

learning community (Wilkes & Burnham, 1991).

Rapport with instructor

The extent to which students are able to
establish an appropriate personal/ professional

relationships with an on-line instructor (Egan,

et al., 1991; NCA-RAC, 2001; Perez & Foshay,

2002; Threlkeld & Brzoska, 1994).
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Table 3.2 (continued).
The Eight Instructional Variables Reflected in the POLI

Instructional Variable

Relationships with classmates

Description
The extent to which students are able to affect
meaningful communication with

classmates (Hilbenberg & Tolone, 2000;

Threlkeld & Brzoska, 1994).
Practical applications

The extent to which students judge the content

of the on-line learning experience to have the
potential to positively impact their daily practice

(Perez & Foshay, 2002).

Appropriateness of delivery

The degree to which students positively

perceive the quality of instructional

methodologies employed by the instructor in an
on-line course (Egan, et al., 1991).

Flexibility of time factor

The way students perceive how well the on-line

course design meets their personal time
constraints (Perez & Foshay, 2002).
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out of the 47 students (97.9%) completed the POLI in a classroom located in
Chaminade Hall. The 46 graduate students who attended the final class session

manually recorded their answers to the POLI on scantron sheets passed out by a
graduate student not enrolled in the class. The participants anonymously completed the
POLI at the end of the face-to-face session and turned them into the graduate student.

The graduate student turned the surveys into the Department of Educational
Leadership. The surveys were then collected by the researcher and were manually
scanned to obtain an ASCI file for data analysis. The researcher exported the data file

to SPSS to conduct the data analysis.

Another critical piece of data used in this study were the academic transcripts of
the 46 graduate students who completed the POLI. The researcher accessed the
records of the 46 participants who completed the POLI through permission granted by

the Department of Educational Leadership. The researcher went through each record to
determine if the student had enrolled in another on-line Principal Licensure class after

completing the POLI in April 2001.

Data Analysis
The Reliability of The POLI
An essential part of the data analysis process was to determine the reliability of

the instrument used in this study. This study provided the first opportunity for the fieldtesting of the POLI; therefore, a test of internal consistency was essential to determine

the reliability of the instrument. Consequently, the researcher conducted a Cronbach
Coefficient Alpha test with alpha set at .05.
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Attitudes of Participants in Principal Licensure Program

In an effort to determine the graduate students’ attitudes toward the on-line

Principal Licensure Program at the University of Dayton, the researcher structured the
data analysis around three essential questions presented earlier in this chapter. In order

to establish the value of the on-line Principal Licensure Program, the researcher
determined the range of attitudes of each participant who completed the POLI with
regards to the eight instructional variables identified in Table 3.2 that are reflected in the

POLI. In determining the graduate students’ attitudes of the on-line Principal Licensure
Program, the research calculated the 46 graduate students’ mean scores obtained from

the participants’ responses on the POLI. The POLI was based on a Likert-scale ranging

from 1 (strongly agree) to 5 (strongly disagree).
In analyzing the data, the researcher calculated the mean POLI scores for each
participant. The highest attainable score on the POLI was a 5.0, which reflected the

most positive experience with regards to the instructional quality variables. In contrast, a
POLI score of 1.0 denoted the lowest possible score, suggesting a negative on-line
experience.

In addition, the researcher calculated mean group POLI scores for the following
classes: EDA 610: Curriculum Development, EDA 651: School Improvement, EDA 652:

Leadership in Diverse Communities, and EDA 653: Principal as Facilitator of Change.
Additionally, the researcher sought to determine if there was a statistically significant
difference in the mean POLI scores between the classes listed above. In effort to
determine if student attitudes differed between classes, the researcher conducted an
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analysis of variance (ANOVA) of the mean POLI scores. Finally, after calculating the
mean POLI scores for each participant and for each of the four classes, the researcher

calculated the overall mean POLI score for all of the participants when considered as
one group.

After calculating the mean POLI scores of these subgroups, the researcher was
also interested in the participants’ future participation in on-line classes at the University

of Dayton after the winter 2001 term. The researcher went on-line to obtain the
participants’ college transcripts to see if anyone had enrolled in another on-line Principal

Licensure course since their completion of the POLI in April 2001.
Analysis of POLI Scores by Demographic Variables
Finally, to conclude data analysis, the researcher compared demographic

variables to see if there were statistical differences in attitudes between demographic
variables and mean POLI scores (see Table 3.3). Since more than one demographic
variable was compared between groups, the researcher conducted an ANOVA with the

mean POLI score as the response variable and the demographic information as
independent variables in the module. Table 3.3 illustrates the demographic variables
that were compared.
Summary

In this chapter, the researcher presented an overview of the methodology utilized
in this study, including a detailed account of the setting, participants and

instrumentation. The collection of the data and its’ analysis was also described, while a
detailed account of the results will be provided in Chapter Four.
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Table 3.3

Demographic Variables Reported on the POLI

Class
Gender

Years in education

Position

Age

Type of learner

Values

No. Responses

Male

19

Female

27

5 years or less

4

6-10 years

13

11-15years

16

16-20 years

9

21 years or more.

4

Classroom Teachers

21

Head and Assistant Principal

14

Other

12

25-30

10

31-35

10

36-40

12

41-45

8

46-above

6

Visual Learners

20

Auditory

8
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Table 3.3 (continued).

Demographic Variables Reported on the POLI

Class
Type of learner

On-line experiences

Location of school

Experienced on-line
learning outside of UD

Values

No. Responses

Tactile

9

Identified more than one

6

None Identified

3

First on-line class

32

Not first experience

14

Urban

12

Rural

14

Suburban

19

Yes

7

No
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Note. The number of responses reflects the 46 students who completed the POLI

CHAPTER IV

RESULTS
The purpose of this chapter is to report results of a study focused on the 46
graduate students who completed the POLI during the winter 2001 term.

Specifically, this chapter describes the reliability of the POLI. Further, the individual
mean POLI scores of the 46 participants in the Principal Licensure Program and the
mean POLI scores for each of the four classes studied are reported. The students’

future participation in the on-line Program is also revealed. In addition, the

demographic variables that influenced the POLI scores are reported. Consequently,
the chapter provides the basis for future implications of the Principal Licensure on
line program at the University of Dayton.
The Reliability of The Principal On-line Learning Inventory (POLI)

In order to determine reliability of the POLI, the researcher conducted a test
of internal consistency. Specifically, the researcher conducted a Cronbach

Coefficient Alpha test with alpha set a .05. According to Carmine & Zeller (1979), an
acceptable Alpha score for testing the internal consistency of a survey is 0.70. After

running the test, the researcher discovered that the coefficient of alpha was 0.87,
establishing the reliability of the POLI. With these results, the researcher can
conclude that the POLI was an effective tool to measure the attitudes of students in

regards to on-line learning for this and future studies.

POLI Scores of Participants in the Principal Licensure Program

In an attempt to ascertain whether the 46 students enrolled in the Principal
Licensure Program at the University of Dayton had a positive on-line experience,
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the researcher performed three different calculations. The researcher calculated: 1)
The mean POLI score for each individual in all four of the classes. 2) The total
mean POLI score for the following classes that were offered during the winter 2001

term: EDA 610: Curriculum Development, EDA 651: School Improvement, EDA

652: Leadership in Diverse Communities, and EDA 653: Principal as Facilitator of
Change. 3) The mean POLI score for the total group of participating students
(N=46).
The POLI included, 16 Likert-scale questions, with possible responses

ranging from 1 (strongly disagree) to 5 (strongly agree). These questions measured

the students’ attitudes toward their on-line learning experience, in light of eight

instructional quality variables including: academic rigor, learning style fit, degree of

participation, rapport with instructor, relationship with classmates, practical
applications, appropriateness of delivery, and the flexibility of time factor.
The researcher measured the student's attitudes toward their on-line learning

experience by calculating mean individual and total group POLI scores. The highest
attainable score on the POLI was a mean of 5.0, indicating that the subject had
selected the most positive response on each of the sixteen questions. The lowest

attainable score on the POLI was a mean of 1.0, indicating that the subject had

selected the least positive response on each of the sixteen questions.
The researcher calculated the mean POLI score for each individual in all four
of the classes and found that 29 of the 46 students (63%) who completed the POLI

reported a mean POLI score in the 4.0-5.0 range. In addition, 15 participants (33%)

scored in the 3.0-3.9 range. Finally, only two students (4%) earned a mean score in
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the 2.0-2.9 range. The range of the students’ responses was 2.5-5.0 (See Table
4.1).

In the process of exploring the attitudes of the students as measured by the

POLI, the researcher was interested in determining if there were significant
differences between mean POLI scores when examined by class. Results of this
analysis revealed that the mean POLI scores for each of the four classes were

similar (See Table 4.2). After calculating the means for each class, the researcher

explored the possibilities of having a statistical significant difference between

classes. An analysis of variance (ANOVA) of the mean POLI scores revealed there
was not a statistically significant difference in these mean POLI scores (F = 1.42; 3,

42 df; p = 0.25). Finally, the researcher calculated the total mean POLI score for all
subjects (N = 46) and determined the mean to be 4.10 with a standard deviation of
0.58.

Graduate Students’ Future Participation in the Principal Licensure Program

After analyzing the POLI data and determining that students had positive

attitudes toward their on-line learning experience, the researcher was interested in
acquiring other data to reinforce the POLI results. Consequently, the researcher

conducted an analysis of the academic transcripts of the 46 students. The purpose
of this analysis was to determine whether the participating students chose to take

another on-line class in the Principal Licensure Program.
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Table 4.1

Ranked Mean POLI Scores of Students (N=46) who Completed the POLI

Student Observed

Mean POLI Score

Student Observed

Mean POLI Score

1

5

24

4.12

2

5

25

4.12

3

5

26

4.06

4

4.81

27

4.06

5

4.75

28

4

6

4.69

29

4

7

4.68

30

3.94

8

4.62

31

3.81

9

4.62

32

3.81

10

4.62

33

3.81

11

4.56

34

3.81

12

4.56

35

3.8

13

4.5

36

3.75

14

4.5

37

3.75

15

4.43

38

3.62

16

4.43

39

3.5

17

4.38

40

3.46

18

4.37

41

3.37

19

4.37

42

3.18

20

4.31

43

3.12

21

4.25

44

3.06

22

4.25

45

2.93

23

4.25

46

2.5

Note. Lines indicate start of new range. Scores fall between following ranges: 5.0-4.0, 3.9-3.0, 2.9-2.0
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Table 4.2

Mean POLI Scores by Class in the Principal Licensure Program
Number of Students

Class

Mean

Standard Deviation

Number Calculated

EDA

610

17

4.02

0.62

17

EDA

651

11

4.09

0.41

11

EDA

652

11

4.38

0.45

11

EDA

653

7

3.85

0.78

7

Note. Maximum Mean = 5.0
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Out of the 46 students who completed the POLI, 4 students (9 %) had not
enrolled in another on-line course because they had completed the Principal
Licensure Program. Thirty-eight students (83%) enrolled in at least one on-line

Principal Licensure class after the winter 2001 term. There were only 4 students (9
%) who had not enrolled in another on-line learning course in the Principal Licensure

Program. (See Figure 1).
Further analysis revealed that as of January 2002, out of the 38 students (83
%) who continued their participation in the on-line Principal Licensure Program, 10

students (26%) enrolled in two more on-line classes after the winter 2001 term. More
specifically, out of the 46 participants, four students (9 %) had enrolled in two or
more on-line classes in the Principal Licensure Program prior to this study; however,
after the winter 2001 term, nine students (20%) who had not previously enrolled in

the on-line sequence, enrolled in two or more on-line classes. Prior to the winter
term, 10 students (22 %) had enrolled in at least one on-line course. As of January

2002 that number increased to 28 students (61%).
Analysis of POLI Scores by Demographic Variables
Finally, the researcher conducted an ANOVA in an effort to determine if

students scores on the POLI were being influenced by demographic variables
including gender, years in education, position, age, type of learner, previous on-line

experiences, location of school and previous on-line experiences outside of the

University of Dayton. In this analysis, POLI scores were used as the response
variable and the demographic categories as independent variables. This analysis
was confounded
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Figure 1.

Participation in the on-line Principal Licensure Program after Winter 2001

Note. Figure represents participation of the 46 students as of January 2002.
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by the fact that the researcher did not randomly select subjects and could not control
for sample size in the demographic categories. Consequently, the researcher

anticipated some problems with this particular analysis.
The researcher fit an ANOVA model that seemed appropriate for all of the
comparisons made. The overall F-test was not statistically significant (F = 1.79; 19,
25 df; p = 0.08). As appropriate for this type of test, the researcher examined the

standardized residuals in a number of ways. In this case, the standardized residuals
were the differences between the observed value of the POLI score minus the

values expected from the model, with that difference standardized to a mean of zero

and a standard deviation of 1.
One of the assumptions that the researcher could make for an ANOVA was

equal variance of POLI scores at all levels of all independent variables. In the first

ANOVA model employed, the researcher found that the variances for the

standardized residuals for the two levels of gender to be very similar. However, the
variances at the various levels of Years in Education were not similar, ranging from

.047 to 4.67. These results indicated to the researcher that equal variance
assumption was not being met and that the model employed was inappropriate.
After examining all the appropriate residual analyses, the researcher decided to drop

the 46+ age group from the analysis, since these individuals were highly variable.
The researcher performed another ANOVA without the 46+ age group and

found, while not significant (F = 2.10; 17, 22 df; p = 0.0513) this model, which was
relating POLI scores to the various demographic variables, was working better than

the previous attempt. Nonetheless, the researcher noted two variables that

continued to be problematic: years in education and what learning styles the
participants noted as their preferred means of learning. The researcher decided it
was appropriate to drop these two variables from the model.

Consequently, the researcher ran another ANOVA without the 46+ age group,

the number of years the participants had in education and what learning styles were
the most dominant. This time the overall model test proved to be significant (F =

2.53; 1029 df; p = 0.0251). The researcher found the variances of the standardized

residuals in this model to be acceptable. In fact, at the conventional 0.05 level, the
results were significant. The researcher found a significant difference between

mean POLI scores and the new experience variable (F = 8.14; 1,29 df; p = 0.0079).

If this was the first on-line experience for a participant, the overall scores tended to
be lower than those that had prior on-line experience.

Summary
In summary, Chapter Four reported the POLI to be a reliable means of
instrumentation for this and future studies. Further, the mean POLI scores of the 46

students and the mean POLI scores for each class reported in this chapter reflected
overall positive attitudes of the on-line Principal Licensure Program. These results

were further substantiated through an exploration of the students’ transcripts. Finally
the demographic analysis uncovered a significant difference in the mean POLI

scores between participants who had previously taken an on-line class and those
who initial experience was during the winter 2001 term. The implications of the
results of this study will be discussed in Chapter Five.

CHAPTER V

CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS
FOR FUTURE RESEARCH

This chapter begins with a brief synopsis of the four previous chapters.

Additionally, the three conclusions of this study are presented and the researcher
discusses the implications this study has for practice. Finally, the researcher
presents recommendations for further research.

Summary of Chapters

Chapter One
Chapter One laid the foundation for this study. Specifically, it described the
background of the study and well as the purposes and significance of the study. The

chapter reported that traditional, face-to-face learning environments are being
enhanced, and in some cases, replaced by virtual learning environments. In this
chapter, prestigious universities that are participating in this movement are identified.

Furthermore, terms such as, asynchronous learning, distance education, distance
learning, synchronous learning, virtual communities, Principal Licensure Program,
attitude, and POLI were defined in Chapter One. To conclude, the researcher stated

the assumptions and limitations of this study.
Chapter Two

In Chapter Two, the researcher reviewed the distance education literature.
This chapter was divided into five subsections each focusing a major topic related to

distance learning. Specifically, the subsections were defining the field,
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trends, traditional learning versus on-line education, students’ attitudes with regard
to distance learning and the future implications of learning on-line. In this chapter,

the researcher identified the definition of distance education utilized in this study. As

North Central Association Commission on Institutions of Higher Education (NCACIHE) (1997

2) aptly phrased it, “Distance education is defined, for the purposes

of accreditation review, as a formal educational process in which the majority of the
instruction occurs when student and instructor are not in the same place.”

Chapter Three

Chapter Three described the methodology the researcher employed in
conducting this study. It also included a detailed account of the setting, participants, and
instrumentation used. Specifically, the chapter described the 46 graduate students who

completed one or more on-line Principal Licensure Courses at the University of Dayton
in Dayton, Ohio. The 46 participants were given the Principal On-line Licensure
Inventory. This survey, created by James Rowley, PhD., was designed to measure the

students’ attitudes toward distance learning based on eight instructional quality
variables: academic rigor, learning style fit, degree of participation, rapport with
instructor, relationship with classmates, practical applications, appropriateness of

delivery, and the flexibility of time factor.
In Chapter Three, the researcher provided an overview of the research questions

and data analysis procedures employed. In short, the researcher presented the
following questions to be explored: To what extent is the POLI a reliable measure of
student attitudes toward an on-line learning experience?, What were the attitudes of the

participants toward the quality of the on-line learning experience? And, finally, was there
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a correlation between identified demographic variables and students’ attitudes as
measured by the POLI?

Chapter Four
Chapter Four presented the results data analysis. In particular, the researcher

reported results establishing the reliability of the POLI. Furthermore, the researcher
reported the individual mean POLI scores of participants in the Principal Licensure
Program, along with the mean POLI scores for each of four classes in the Principal

Licensure Program. Concurrently, an exploration of the participants’ academic

transcripts further substantiated the students’ desire to participate in the on-line
Principal Licensure Program. Finally, the demographic analysis revealed a significant
difference in the mean POLI scores of participants who had previously taken an on-line

class when compared to those who had not taken an on-line class prior to the 2001
winter term.

Conclusions

As a result of this study, the researcher arrived at the following conclusions:
Conclusion 1: The Reliability of The POLI
The POLI that was administered during this study appears to be a reliable

instrument. Results of the Cronbach Coefficient Alpha revealed an alpha of 0.87.
This highly positive measure of internal consistency suggests that the POLI is a

reliable tool for measuring the attitudes of students with regards to on-line learning
for this and future studies.
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Conclusion 2: POLI Scores of Participants in Principal Licensure Program

Results of this study revealed that the students participating in the Principal
Licensure Program held positive attitudes toward their on-line learning experience.
The overall attitudes of the graduate students toward the on-line Principal Licensure

Program were favorable. Such results suggest that the on-line Principal Licensure
Program may be of value to graduate students preparing to serve as a principal. The
total mean score on the POLI was 4.10 on a 5.0 scale with a standard deviation of

0.58. Furthermore, 29 of the 46 students (63%) who completed the POLI reported a
mean POLI score in the 4.0-5.0 range. In addition, 15 participants (33%) scored in

the 3.0-3.9 range. Finally, only two students (4%) earned a mean score in the 2.02.9 range.
From these results, it appears that students who completed one or more of

the classes during the winter 2001 term deem the classes to be a quality learning
experience. The researchers analysis of participants’ academic transcripts
supported this conclusion. Specifically, 38 students (83%) chose to enroll in at least

one additional on-line Principal Licensure class after the 2001 winter term.
Additionally, 12 students (26%) chose to enroll in more than one on-line class.
Importantly, the on-line Principal Licensure classes were also offered on

campus. Therefore, these students had the option to take the remaining classes

face-to-face. This data further substantiates the positive attitudes of the participants
toward the on-line Principal Licensure Program. As of January 2002, there were only

four students (9 %) who had not graduated and had not enrolled in another on-line

learning course in the Principal Licensure Program. One should not conclude that
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these four students did not value the on-line Principal Licensure Program. Many
factors arise in a person’s life that may have prevented them from enrolling in

another on-line Principal Licensure Course.

Conclusion 3: Analysis of POLI Scores by Demographic Variables
Students in the on-line Principal Licensure Program had overall positive

satisfaction and attitudes regarding their experience, regardless of sex, age, or
educational background. However, the researcher found a significant difference
between mean POLI scores and the new experience variable (F = 8.14; 1,29 df; p =
0.0079). It seems logical to conclude that if the participants had prior on-line

experiences, they probably anticipated what to expect. On the other hand, first time
participants may have felt uncomfortable with the new experience. With any new
learning experience, whether it is on-line or face-to-face, it can be daunting the first

time through. Importantly, despite the differences between these groups their mean

POLI scores were highly positive.
Implications for Practice

Colleges and universities across the United States have been particularly
active in developing and delivering on-line classes that use the Internet to facilitate

teaching and learning in the past five years. As of October 2001, forty-three

accredited colleges and universities reported offering on-line graduate programs
(U.S. News & World Report, Oct. 2001). Results from this study indicate that The
Department of Educational Administration at the University of Dayton has made a

successful entry into the field of on-line learning. This is particularly true if positive
student attitudes and retention in the on-line Principal Licensure Program are used
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as the measures of success. Historically, the University of Dayton has not devoted
significant human or capital resources to the development of on-line classes. As of

January 2002, a total of 457 students have taken a course in the on-line Principal
Licensure Program. This statistic is of significance because it validates the popularity

of the Program. As a result of the overall positive attitude towards the on-line

Principal Licensure Program, this study has implications for many individuals at the
University of Dayton.

First, this study has implications for higher education leaders and
administrators charged with responsibility for decision making regarding their

institutions’ position on on-line learning. It is clear from the results of this study that
graduate students held positive dispositions toward their on-line learning experience.

Their continued participation in the on-line courses justifies the popularity of the
program. Higher education leaders and administrators at the University of Dayton

should take in account the popularity of the program when making any decisions
regarding elimination or addition of courses in the on-line program. The results
clearly depict a need for continued support of the program.
This study also has implications for university professors or on-line course

designers interested in developing or supporting faculty in the creation of on-line
learning experiences. The designer of an on-line course or program must recognize
that instructional variables in an on-line learning environment should mirror a face-

to-face environment.

This study identified the following eight variables to be essential in on-line
courses development: academic rigor, learning style fit, degree of participation,
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rapport with instructor, relationship with classmates, practical applications,
appropriateness of delivery, and flexibility of time factor. This study illustrated that
when these factors were perceived to be present in the courses the students reacted

favorably to the experience. On-line course designers and university professors

involved in developing on-line courses may find it valuable to use these instructional
variables as guides to course design and assessment.

Finally, this study has implications for other researchers wanting to conduct
future research on students’ attitudes towards on-line classes. This study indicated that

the POLI is a valid and reliable instrument. With modifications, the POLI should be able
to be use to measure student attitudes in other on-line courses.

Recommendations for Future Research
The study represented initial research performed in the Department of

Educational Leadership on the on-line Principal Licensure Program. The purpose of
this study was to explore attitudes of graduate students in this newly developed

program; therefore, traditional students were not involved during the time the data

was acquired. It would be beneficial to have additional research that would include a
comparison between the on-line Principal Licensure experience and traditional
classroom learning. In particular, the research could compare identified broad areas

such as “student outcomes, such as grades and test scores; student attitudes about
learning thorough distance education; and overall student satisfaction toward
distance learning” (TIHEP, 1999, p. 2) or the researcher could compare time factors
for the students and/or instructor, cost efficiency, or issues surrounding participation.
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It is not uncommon to find studies that compare distance education to

learning in a traditional classroom (e.g., Duvall & Schwartz, 2000; Lauzon, 1992;

Machtmes &Asher, 2000; Pierre & Olsen, 1991; Thomerson & Smith, 1996).
Nevertheless, as Merisotis (1999) suggested one common downfall to the original

research is that results tend to reflect personal ideologies rather than a theoretical

base. TIHEP published a report in 1999 that also found limited original research, as
did Merisotis. Even though TIHEP found that there is no difference between distance

and traditional classroom learning, the report cited survey results from a NCES

report that indicated that 60 percent of distance education courses were
undergraduate.
Higher education leaders and administration at the University of Dayton need
to make informed decisions regarding the on-line Principal Licensure Program. They

should not substantiate or defend an on-line licensure program verses traditional

classroom learning when limited original research exists. Particularly, when the
NCES report also suggested that very few studies examine the use of distance
learning courses at the graduate level (TIHEP, 1999). These officials should not

base the legitimacy of a graduate level program on results of past undergraduate
studies. Consequently, it is necessary to perform original research at the graduate

level in the Department of Educational Leadership that compares the on-line

Principal Licensure Program to its’ traditional counterpart.
Finally, it might also prove beneficial to utilize qualitative techniques such as

interviews to explore the on-line Principal Licensure Program. Specifically,
researchers might interview the participants who completed or who are currently
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involved in the program to obtain more qualitative information about the on-line

experience. Performing such research will allow the researcher to make specific
recommendations and generalizations regarding the on-line Principal Licensure

Program.
Conclusion

In conclusion, the researcher hopes that result of this study will be of value to
the Department of Educational Administration at the University of Dayton. The
results clearly indicated that students find value in this virtual community while
completing the requirements for earning a principal’s license in the state of Ohio.

Furthermore, the developers should be content that they were successful in
developing a program that is meeting the needs of many graduate students at the

University without compromising the intellectual integrity of the institution or

program. The knowledge that this study provides paves the way for current and
continued development and enhancements to the existing on-line Principal

Licensure Program. In the spirit of the Marianist tradition, the Department of

Educational Leadership and the University of Dayton will continue to strive to
support the demanding and changing needs of its’ community and the surrounding
Greater Dayton area. As technology advancements continue in the nation,

universities, like UD will continue to make alterations to its’ on-line graduate
programs. As Shea & Boser (2001) aptly stated, “Even big-name schools don’t

guarantee quality” (p. 51). As administrators, professors, on-line developers, or
consumers, we must be aware of the current research in the field and continue to

perform original studies to ensure quality education.

REGISTRATION

MORE INFORMATION

If you attended UD in the past year,
you may register on line.

Additional details about this program
are available from the Internet at:
http://www.udayton.edu/edu/departm
ents/eda/distance/overview.htm.

If you are registering for the first
time at the University of Dayton,
you must contact Darlene Kinney in
the Office of
Educational
Leadership; call
(937) 229-3755.

Early registration
is advisedl

Interested individuals may also contact
either of the following individuals:

Tim llg, Ph.D.
Assistant Professor
University of Dayton
Tel: 937-229-3736
Fax: 937-229-3392
E-mail: tim.ilg@notes.udayton.edu
Fred Lindley, Ph.D.
Adjunct Instructor
University of Dayton
Tel: 937-434-4552
Fax: 937-434-4914
E-mail: flindley@msn.com

The Department of
Educational Leadership
at the
University of Dayton
announces ...

... as an
alternative means for
acquiring a license
as a school principal.

Ap pe nd ix A

Access the following website:
[http://register.udayton.edu] and
enter:
• Your seven digit I.D. number
(available on your previous
grade reports and/or university
financial statements). If your ID
card has eight digits, omit the
last digit.
• Your PIN number. (If you have
not previously accessed student
records, your PIN will be your
month, date, and year of your
birth, i.e„ mm/dd/yy).

PRINCIPAL
LICENSURE
via
the
INTERNET

L/i
LZi

OVERVIEW

COURSE FEATURES

REQUIRED COURSES

The EDA Distance-Learning Principal
Licensure Program enables graduate
students to pursue Principal Licensure
courses that are offered via the
Internet.

• Each course consists of readings,
written work, and electronic
communications with the instructor and
other students.
• An orientation to the Distance Learning
Principal Licensure Program is available
at the beginning of each term and is
highly recommended for all new
students. All orientation sessions are
conducted in Room 202 of Chaminade
Hall on the Main Campus of the
University of Dayton. These one-hour
sessions begin at 10:00 a.m. on the
following Saturdays:
Fail Term - August 25, 2001
Winter Term - January 05, 2002
Summer Term I - May 04, 2002
Summer Term 11-1 - June 15, 2002
• Two seminars of 1.5 hours each are
required for each course.
• Students complete one project per
course. Projects are presented on the
same day as the seminars.

EDA 610: Curriculum Development (3)
EDA 626: Staff Personnel (3)
EDA 651: School Improvement (3)
EDA 655: The Principalship (3)
EDA 607: The Internship II (3)

Students must possess a University of
Dayton Master's Degree in
Educational Leadership (or its
equivalent) and all students must have
access to, and knowledge of, the
Internet. Distance Learning courses
may be combined with traditional
courses.

ADVANTAGES
• Flexible hours to conduct studies
and complete assignments.
• Reduced travel to campus (only the
trips for seminars and student
presentations are required).
• Greater opportunity for
individualized communications with
the instructor and other students.
• More time to think and conduct
research before responding to
questions and/or issues.
• Increased opportunity to re-visit
issues and/or clarify personal
understandings.

SEMINAR & PRESENTATION SCHEDULE:

Sessions are conducted on Saturdays from
08:45 a.m. to 04:00 p.m.
• Fall Term - December 01, 2001
• Winter Term - April 27, 2002
• Summer Term I - June 15, 2002
• Summer Term II -1 - July 06, 2002

All courses are three (3) semester credit
hours at a rate of $262 per hour.

2001-2002 COURSE
SCHEDULE
Fall Term 2001:
(August 22-December 14)
EDA 607, EDA 610, and EDA 651
Winter Term 2002:
(January 3- May 3)
EDA 607, EDA 626, and EDA 655

Summer Term 1,2002:
(May 6- June 21)
EDA 607, 610, and EDA 651

Summer Term 11-1,2002:
(June 24-July 12)
EDA 626 and EDA 655
L/l

Appendix B

Principal Online Learning Inventory
Parti
How many years have you worked in the field of education?
A. 5 years or less
B. 6-10 years
C. 11-15 years
D. 16-20 years
E. 21 or more years

What is your current professional position?
A. Classroom teacher
B. Head principal
C. Assistant principal
D. Other professional position (counselor, curriculum specialist, etc)
e. Currently not employed
How many years have you worked in your current position?
A. 5 years or less
B. 6-10 years
C. 11-15 years
D. 16-20 years
E. 21 or more years

Which of the following categories contains your current age?
A. 25-30
B. 31-35
C. 36-40
D. 41-45
E. 46-above
What is your gender?
A. Male
B. Female
Which of the following best describes the type of school you work in?
A. Urban
B. Suburban
C. Rural
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7. Which of the following describes your racial/ ethnic background?
A. African-American
B. Hispanic-American
C. Asian-American
D. Native-American
E. Caucasian-American
F. Other

8. Which of the following do you believe is your dominant learning style?
A. Auditory
B. Visual
C. Tactile/Kinesthetic
d. I don't know what my dominant learning style is.
9.

Which of the following best describes your experiences as an online learner?
A. This is my first online course
B. I have taken 2 online courses
C. I have taken 3 online courses
d. I have taken 4 or more online courses

10. Have you taken online courses from a college or university other than the
University of Dayton?
A. Yes
B. No

Part II

For each of the following items, indicate your degree of agreement with each of
statement by bubbling in the letter that best represents your response.

11. The online course I just completed was a rigorous academic experience
Strongly Disagree_____ Disagree________ Undecided_________ Agree_______ Strongly Agree

A

B

C

D

E

12. The knowledge I acquired in this class has little practical value to my life as a
practicing or prospective principal.
Strongly Disagree______ Disagree________ Undecided_____

A

B

Agree________ Strongly Agree

CD

E

13. Getting to know the thoughts and feelings of other students in this class was
an important part of the learning experience
Strongly Disagree

Disagree

Undecided

Agree

Strongly Agree

A

B

C

D

E
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14. I was unable to develop a positive relationship with the course instructor.
Strongly Disagree_____ Disagree________ Undecided______ Agree___________ Strongly Agree

A

B

C

E

D

15. Principals should not be permitted to earn their license by taking online
courses.
Strongly Disagree

Disagree

Undecided

Agree

Strongly Agree

A

B

C

D

E

16. Taking this online class met my personal learning style needs.
Strongly Disagree

Disagree

Undecided

Agree

Strongly Agree

A

B

C

D

E

17. I was an active participant in class discussions
Strongly Disagree

Disagree

Undecided

Agree

Strongly AgTee

A

B

C

D

E

18. I could have made better use of my time if I would have taken this class on
campus in a traditional classroom setting.
Strongly Disagree

Disagree

Undecided

Agree

Strongiy Agree

A

B

C

D

E

19. The online course I just completed was not intellectually challenging.
Strongly Disagree

Disagree

Undecided

Agree

Strongly Agree

A

B

C

D

E

20. One thing I regret about his class was not getting to know my fellow
classmates
Strongly Disagree______ Disagree________ Undecided_________ Agree________ Strongly Agree

ABODE

21. This class provided me with realistic and useful ideas and strategies for
serving as a principal
Strongly Disagree

Disagree

Undecided

Agree

Strongly Agree

A

B

C

D

E

22. This class did not meet my learning style needs.
Strongly Disagree

Disagree

Undecided

Agree

Strongly Agree

A

B

C

D

E

23. I was able to establish a positive student-teacher relationship with the
instructor of this class.
Strongly Disagree______ Disagree________Undecided______ Agree________ Strongly Agree

ABODE
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24. Taking this class online constituted an efficient use of my time.
Strongly Disagree

Disagree

Undecided

Agree

Strongly Agree

A

B

c

D

E

25. I did not participate as much in class discussions as I do in a regular class.
Strongly Disagree

Disagree

Undecided

Agree

Strongly Agree

A

B

c

D

E

26. Taking licensure courses online is an appropriate way to prepare for the
principalship
Strongly Disagree

Disagree

Undecided

Agree

Strongly Agree

A

B

c

D

E
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Variable
Academic Rigor
Learning Style Fit
Degree of Participation
Rapport with Instructor
Relationship with Classmates
Practical Applications
Appropriateness of Delivery
Flexibility of Time Factor

Positive Item
11
16
17
23
10
21
26
24

Negative Item
19
22
25
14
20
12
15
18

/•>?
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